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ABSTRACT 
 
Teachers are constantly involved in emotional management. This chapter focuses on two 
second year teachers and the self-conscious emotional work of teaching. Both teachers were 
working in a prep (5-year-olds) class. The teachers engaged in The Participatory Inquiry 
Program (PIP), which is framed by active and critical reflections on classroom practices. The 
teachers collaborated with each other, firstly filming the other's practice, and then acting as a 
critical peer when reviewing the other's film. Teachers also examined internal feelings and 
thought processes that influenced their actions. The teachers concluded their participation in 
PIP by narrating their experience and learning. These narratives were then analysed by 
focusing on how they became cognisant of emotion and emotion regulation that enhances 
practice and learning outcomes. Emotion work for these two teachers revolved around three 
key themes: the emotion work with regard to colleagues; the emotional work that arises in 
relation to students (feelings of love; annoyance, anger), and emotion and self-awareness. 
 
 
Generally, in teacher education programmes or teacher training courses the focus is on 
pedagogy, curriculum, planning, assessment and discipline content knowledge. There is time 
given to ensure pre-service teachers become aware and more knowledgeable about the ethical 
and legal aspects of the profession. But what consideration is given to preparing teachers for 
the emotional work of teaching? Sixteen years ago Nias (1996) highlighted how the emotional 
work associated with teaching was ' ... seldom systemically considered in pre- or in-service 
education ... [and] by implication and omission teachers' emotions are not a topic deemed 
worthy of serious academic or professional consideration' (p. 293). Moving forward to 2009 
little seems to have changed, with Sutton, Mudrey-Camino, and Knight 
(2009) arguing that 'most pre-service programs give little emphasis to relationships among 
teachers' emotions, classroom management, and teaching practice' (p. 130). But it is not only 
an omission in pre-service teacher education, as O'Connor (2008) highlighted 'the role that 
emotions play in teachers' work is rarely acknowledged in public policy, and professional 
teacher standards ... tend to downplay or ignore the emotional dimensions of the teaching role' 
(p. 119). What is becoming apparent is teachers are ill prepared and under supported by policy 
in how to manage the difficult emotional work of teaching. 
 While there may be little, if any, attention paid to teacher emotions in pre-service 
teacher education, or by policy makers, this is not the case for educational researchers 
(Hargreaves, 1998, 2000; Hosotani & ImaiMatsumura, 2011; Isenbarger & Zembylas, 2006; 
Kelchtermans, 2009; Naring, Vlerick, & Van de Ven, 2011; Nias, 1996; Tsang, 2011; 
Zembylas, 2003, 2007). Fried (2011) recognized 'emotions are intimately involved in virtually 
every aspect of the teaching and learning process' (p. 118). Farouk (2012) examined self-
conscious emotion, and found teachers 'bring a substantial part of themselves to their work and 
how strong emotions, such as jealousy, guilt, anger or a deep sense of satisfaction, are integral 
to their interactions with others' (p. 1 ). This chapter focuses on the emotional side of teachers' 
work of teaching for two second year teachers, and is premised on the statement: 'one cannot 
help teachers develop their classroom and management skills without also addressing their 
emotional reactions and responses and the attitudes, values and beliefs which underlie these' 
(Nias, 1996, p. 294). Emotions in this chapter are understood as: 
 
Socially constructed, personally enacted ways of being that emerge from conscious and/or 
unconscious judgments regarding perceived successes at attaining goals or maintaining 
standards or beliefs during transactions as part of social-historical contexts. 
     (Schutz, Hong, Cross, & Osbon, 2006, p. 344) 
 
 
THE COGNITIVE-EMOTIONAL CONNECTION IN TEACHING 
 
I accept Nias' (1996) statement that 'emotions are rooted in cognition' and that 'feelings are not 
separate from perception [or] affectivity from judgement ... Nor are they to be separated from 
the social and cultural forces which help to form them and which are in turn shaped by them' 
(p. 294). Nias' thesis raises questions about the role of emotion in teaching and its effect on 
teachers. Teaching evokes the intertwining of emotion and cognition. Emotion is a significant 
aspect of the learning environment, often overlooked or misunderstood; it is part of the hidden 
curriculum. The dynamic nature of emotion related to teaching and learning has been captured 
by Zembylas' (2007) term emotional ecology. This term illustrates how 'a teacher's emotional 
knowledge about teaching and learning is an inextricable part of the ecosystem of teacher 
knowledge' (p. 356). He highlighted 'teachers must be able to connect their emotional 
understanding with what they know about subject matter, pedagogy, school discourses, 
personal histories, and curriculum' (Zembylas, 2007, p. 364). While Zembylas and others 
(Hoffman, 2009; Shutz & Lanehart, 2002; Sutton, 2004; Vogt, 2002) present the complex 
emotion work of teaching and being a teacher, what is often overlooked is how the emotional 
and cognitive work of teachers impact the individual's sense of self and professional capability. 
 
 
TEACHING AS EMOTIONAL WORK 
 
There is a professional expectation that teachers 'need to try to change and manage ... emotions' 
theirs and others and to display emotions 'in an appropriate way. This act of emotion 
management is known as emotion work' (Tsang, 2011, p. 1313). This emotion work is 
demanding, and research till date (see Niiring et al., 2011; Schutz et al., 2006) continues to 
support Nias' (1996) earlier findings that 'the emotional reactions of individual teachers to their 
work are intimately connected to the view that they have of themselves and others. These 
perspectives are shaped by early influences, as well as by subsequent professional education 
and experience' (p. 294). 
 Teachers are educated about the significance of the emotional lives of students and the 
importance of classroom climate in regard to self-efficacy and positive learning outcomes. 
They know creating a positive classroom climate is part of the role of being a teacher. However, 
there is little emphasis on the cognitive perception and expectation of self as teacher that evokes 
emotions resulting in either a positive or negative impact. Nias (1996) recognized that teachers' 
'self-esteem is closely linked to a sense of professional efficacy' (p. 297). Equally, the research 
findings of Zembylas (2003) led him to argue, 'teaching and the classroom are sources for 
teacher self-esteem, fulfilment and vulnerability' (p. 217). The overall conclusion that many 
researchers have arrived at is that teaching involves emotional labour, which can have positive 
or negative impact (Hargreaves, 2001; Kelchtermans, 2009; Kyriacou, 1987; Schutz et al., 
2006; Zembylas, 2003). One such negative impact is teacher stress, as Kelly and Berthelsen 
(1995) indicated, comes from 'negative or unpleasant emotions resulting from aspects of their 
work. These emotional responses are mediated by the perception that the demands made upon 
the teacher constitute a threat to personal self-esteem' (p. 346). Teaching and self-esteem are 
inherently problematic as the teaching role is multi focal, involving numerous stakeholders, 
critics, experts and policy makers who often do not have teaching knowledge and minimal 
awareness of the hidden curriculum – the emotional work of teaching. 
 Recently Näring et al. (2011), recognized that 'the work of teachers is being evaluated 
in more and more detail and this has also led to an increase in the emotional demands of 
teaching' (p. 12). What needs serious consideration is the impact of this emotional work as it 
consistently increases for teachers and the support they need to ensure their well-being and that 
of the profession. The research presented in this chapter focuses on two teachers' conscious 
examinations of their practice revealing the emotional work of teaching and its effect. 
 I argue that teacher's emotional responses are cognitively connected to how they 
perceive the role of a teacher. The goals they set for themselves, students and maintaining 
standards, which are inclusive of display rules; reflecting the social historical context of the 
teaching and learning environment. The case studies presented here arose from a project funded 
by the Australian Research Council, which investigated the most effective way to assist 
classroom teachers to improve their management practices. The teachers, both working in a 
Prep (5-year-olds) class, were offered professional development designed to support change in 
classroom management by facilitating more positive relationships between teachers and 
students, particularly the more challenging students. 
 
 
SELF-CONSCIOUS EMOTION - CASE STUDIES 
 
The teachers engaged in the Participatory Inquiry Program (PIP), an active and critical 
reflection on classroom processes. The teachers collaborated with each other, firstly filming 
each other's practice, and then acting as a critical peer when reviewing the other's film. The 
researcher was also present during the film analysis, modelling the role of critical peer: asking 
probing questions derived from the vision that led to concentrated and focussed reflective 
analysis of practice. In the PIP model, critical peers do not make judgements of the other. They 
were required to avoid making good or bad judgement statements in favour of probing 
questions that require the other to articulate their practice, thinking and feelings. This type of 
questioning encourages reflection on what was happening in the room for the children, what 
feelings and thoughts were occurring for the teachers, and how these might have influenced 
their actions. The purpose of PIP is for teachers to engage with each other as critical peers who 
make professional enquiries that enhance workplace learning and emotional self-regulation. 
The PIP process involved me meeting with the teachers five times in their school in 201 l. Both 
teachers (pseudonyms of Lucy and Sally) were completing their second year of teaching, and 
both were in a Prep classroom in the same low socio-economic background school. As part of 
the PIP process, the teachers were asked to keep their own journal and to use this as data when 
writing up their experience of the process as a PIP narrative; their vignettes are presented. 
 I analysed the narratives for evidence of emotional work and its impact. The purpose 
of the narrative analysis is to make the ongoing emotional work explicit by examining the 
language. Narrative data were also analysed for their felt sense (which is a bodily sense) of 
being a teacher. There was also data analysis involving their expectations of themselves, and 
how they wanted to be recognized as teachers by others. Qualitative investigation such as this 
allows others to become sensitive to teachers' work, which might otherwise go unrecognized. 
This sensitivity might influence future considerations for pre-service preparation and 
professional development, policy development and assessments of performativity. A micro 
analytical approach such as this also provides illustrative examples of teachers' voices that 
speak to theory and highlight the continuing relevance of previous research conclusions. 
 There were three key themes found in both teachers narratives. Firstly, there was the 
emotion work with regard to colleagues, a continual comparison with others and by others, 
promoting a sense of vulnerability and insecurity. Secondly, what emerged was the emotional 
work that arises in relation to students (feeling love, annoyance, anger). Finally, what became 
apparent was emotion and self-awareness; there was a constant pondering about how to 
navigate the emotion work, find a balance and surprise at their own emotion displayed. Each 
narrative title is one that the teachers chose to capture their challenge in being a teacher. The 
language of the teachers illustrates the cognitive and emotional challenges of teaching. The 
trustworthiness of the analysis stems from other teachers' identification with the narrative 
confirming the analysis captured some authentic emotional work of teaching and being a 
teacher. Emotions, after all 'are not simply a matter of personality or idiosyncratic teaching 
style, but constitute a fundamental aspect of the job' (Kelchtermans, 2009, p. 269). 
 
 
CASE STUDY ONE: PASSION VERSUS PERFECTION 
(LUCY) 
 
I want to improve the relationship I have with my students. I see my colleague who runs her 
class without raising her voice, who has her children collect their learning materials from 
around the class without fretting when they get it wrong or if the classroom gets messy, she 
takes her time and is patient and kind when students say they don't understand the task even 
after she has explained it more than once. How can I find this calmness in myself - and build a 
more purposeful and tender relationship with my students? 
 
Theme One: Measuring up to Self and Others 
 
Emotion work, with regard to colleagues and the external sense of measuring up to the ideal 
notion of a teacher is exemplified by Lucy. Her measurement criteria are informed by her 
conception of a good teacher - tidy, takes her time, gives children task responsibilities. The role 
of teacher is noted as one who runs a class and is in control. Professionally measuring up is 
connected to the display rules that influences Lucy's peer assessment. For Lucy the display 
rules for a Prep teacher are kind, patient, calm and tender. The display rules are 'generally a 
function of societal norms, occupational norms and organisation norms and designate expected 
emotional presentations by social actors' (Hunt, Gardner, & Fischer, 2008, p. 48). What is noted 
here is how adherence to these rules consciously impacts this teacher's self-assessment. These 
ideals highlight how Lucy's self-esteem and professional efficacy are vulnerable as she strives 
to meet the ideals of teaching and being a teacher. 
Being a perpetual perfectionist and high achiever, I spend a lot of time in the classroom feeling 
nervous and fretful. I worry my classroom will become disorganised or messy, that my students 
wouldn't understand a learning task or that they won't meet the expectations set for me by school 
leadership and the region. These worries often play out negatively and cause me to react 
pessimistically towards my students, which makes my classroom an uncomfortable place for 
myself and my students. 
 
The emotion and cognitive work for Lucy is made transparent through her task perception 
(Kelchtermans, 2009, p. 262). She is conscious of the significance associated with carrying out 
the tasks and the expected learning outcomes, which has her feeling nervous and fretful. Her 
task perceptions are further compounded by the school leadership and external administrators' 
expectations. Multiple expectations by self and others increase the emotional work leading to 
worry and the impact of negative consequences – react pessimistically - and the classroom as 
an uncomfortable place - are clearly recognized by Lucy. Lucy also grapples with the display 
rule of a good teacher - she should be organized and this can be measured by a neat and tidy 
classroom to an outside observer. 
 
Theme Two: Teacher-Student Relationships 
 
Lucy illustrates how the emotional work is pressurized through positive student interaction, 
which at first seems counter intuitive. 
 
The unconditional love and admiration the children display towards me has caught me off guard 
since the first day I started teaching. 'You are the best teacher in the world, Miss B, I love you!' 
These are words I hear almost every day and they are the words that fill me with pride and 
enthusiasm for my profession. Yet these words also fill me with an immense sense of 
responsibility; how can I show the children how much I care for them without losing the sense 
of firm authority I feel is needed to run an effective and safe classroom? 
 
Student affective feedback is a highly significant factor that contributes to the emotional work 
of Lucy - positively and negatively. Student feedback is internalized as a measure by which 
she determines good teaching and being a good teacher. As Kelchtermans (2009) has 
highlighted, 'to most teachers, students are the first and most important source of feedback, 
since they are the ultimate "raison d'etre' for teachers and their teaching"' (p. 262). What is 
being illustrated here is what Farouk's (2012) research highlighted as 'the moral imperative of 
caring for pupils [as] central to the views that teachers hold about themselves and the work that 
they do' (p. 2). Caring is not a binary concept. 
 The display rules are again having a direct impact on the sense of self as a teacher 
(patient, kind, inspirational, resourceful, ethical, courageous, hold back and assertive). These 
display rules are apparent in Tsang's (2011) research, which noted teachers were being 
'encouraged not to express emotions that are either too strong (anger, joy, sadness) or too weak' 
(p. 1312). Tsang (2011, p. 1313) highlighted five display rules for teachers in general: love, 
show enthusiasm, be enthusiastic and passionate about subject matter, love their work and have 
a sense of humour. 
 However, the display rules are nuanced depending on the age group that a teacher works 
with. A Prep teacher working with 5 year olds experiences different display rules than those 
working with adolescents and young adults. There is the expectation that Prep teachers will 
also be bright, bubbly, colourful, caring, nurturing, patient, smiling and happy. This group of 
rules represents the ideal alternate mother/father and are represented in Lucy's comments: 
 
I love the children I work with dearly and I want so much for them to achieve. I want them to 
love their first teacher and love learning ... the pride I feel when they achieve and learn 
something new is what makes me a good teacher. 
 
'The personal and parental caring that primary school teachers exhibit towards their pupils is 
usually associated with the relationship that women, rather than men, have with children in 
western societies' (Farouk, 2012, p. 3). Where this societal expectation manifests it adds to the 
emotional work of teachers, especially those in the early years, who are predominately women. 
This vignette also reflects the heightened emotional importance attached to a child's first year 
of formal schooling and therefore an increased sense of responsibility as their first teacher. 
 
Theme Three: Emotion and Self-Awareness 
 
Lucy demonstrates the presence of self-monitoring in order to establish the emotional balance 
required in a teaching and learning environment for preps. All of this cognitive emotional work 
is consciously occurring and as Farouk (2012) argued, teachers' internalised emotions do not 
remain 'inert'. They guide their actions when they 'relate to and interact with their pupils ... ' (p. 
1). 
 
I am learning to try different approaches such as lowering my body, gaining eye contact and 
asking calmly. Mostly I am learning to give myself time to consider if a situation, such as a 
misplaced pencil tub or messy learning space, is really an impingement on the children's 
learning. 
 
Lucy illustrates the internal oscillation that occurs as a result of the demands placed on her by 
the school community, and the demands she places on herself. 
 
. . . this depended on me recognising in myself when I was about to react badly to a situation; 
such as a mess in the classroom, a misplaced pencil tub or a student's repetitive requests for 
clarification about a task. The reoccurring theme that emerged for me was the need for me to 
recognise in myself, the poignant moments that stress, confidence and external expectations 
negatively affected my interactions and relationship with the children. 
 
The vignette demonstrates how taxing this is on her professionally and personally. The 
emotional ecology in managing emotional knowledge in her relationships with students is also 
observable (Zembylas, 2007, p. 358). Both teachers felt less confident teaching numeracy, 
Lucy identified the emotion work connected to pedagogy. 
 
The first time my colleague and I sat down to review a film of my teaching, showing a Math 
lesson and a Phonics lesson, I was very nervous. I knew that ... [it] would be a confronting and 
emotional process. 
 
Zembylas' (2007) argument that 'content, curriculum and pedagogy cannot be separated from 
emotional issues and that all those are inseparable to teachers' pedagogical content knowledge' 
(p. 356) is represented in Lucy's comments above and in the following vignette. 
 
I realised my negative reaction to the children was representative of the stress I was feeling as 
a result of the children not understanding the instructions. An unnecessary stress, which came 
down to my own deep held expectations of perfection. 
 
The emotional work of teachers is exacerbated by working on a ratio of one-to-many, rather 
than one-to-one. One of the significant aspects of a teacher's work life is helping students to 
regulate their emotions, while at the same time regulating their own (Fried, 2011). Lucy 
struggles with personal emotional regulation when she feels less efficacious as a teacher of 
math instruction. However, she recognized the need to control the experience of emotions and 
how these are expressed (Gross, 2002; Sutton et al., 2009). This is a challenging aspect of 
teachers' work as they are constantly interacting with young people in the classroom, who are 
also interacting with their peers. Perhaps this multiple relational challenge is why Sutton et al. 
(2009) found that 'teachers are much more confident that they can communicate their positive 
emotions than reduce their negative emotions' 
(p. 134). 
 Lucy's honest and forthright reflections indicated what Farouk (2012) considered as the 
emotion of guilt which - alongside shame, ' ... is a self-conscious emotion as it involves the 
individual evaluating his/her own thoughts and actions' (p. 2). 
 
.. . raising my voice at a group of children when they didn't get the correct equipment for their 
learning task. At this poignant moment in the film, my colleague and I were able to see that my 
body language, facial expressions and raised voice were threatening. I didn't like what I saw. It 
did not represent who I wanted to be as a teacher. It was confronting because previously I had 
never had the chance to realise how I might look from another person's perspective - especially 
a child's perspective. 
 
Farouk (2012) argued, 
 
... individuals are thought to experience guilt when they appraise their own conduct to have 
fallen short of internalised moral codes and standards. Guilt is therefore also considered to be 
a moral emotion as it is linked to the evaluation of actions in terms of justice and the promotion 
of the welfare and rights of others. (p. 2) 
 
Lucy has a high sense of moral responsibility and expectation of self as a teacher. Meeting her 
moral expectations is part of the emotional work of teaching. Lucy's reflects the ability to name 
and talk about the emotional experience, which Schutz et al. (2006) argued is, 'where the 
potential for emotional regulation during the experiences occurs' (p. 345). She exemplifies how 
teaching demands an inward focus 'towards the self, which will typically result in a 
foregrounding of thoughts related to what they should or could have been doing differently' 
(Schutz et al., 2006, p. 345). 
 
When I began teaching my own class my theoretical knowledge and compulsive organisation 
didn't hold answers to creating a relationship with students and no matter how much I search 
through departmental and theoretical literature to find the answers, I found teaching children a 
confronting and emotional profession. Each day I was in the classroom I was actually learning 
more about myself than anything else. I'd heard it said that teaching mirrors the soul. For me 
that quote exemplified my experience. 
 
Teaching mirrors the soul reflects the emotional component of teaching and its impact on Lucy. 
An inward focus can be detrimental if left at the self internalizing level. This suggests the need 
for teachers to have a critical peer and mentor to work with them, helping to gain clarity and 
perspective, which is constructively developing efficacy and agency. With support Lucy is 
beginning to explore her 'potential to handle situations' in either escalating or de-escalating the 
emotional response (Schutz et al., 2006, p. 346). 
 
I began asking myself deeply personal and philosophical questions; How does one learn to be 
patient and kind, to be inspirational, to be resourceful, to be creative, to be ethical, and to be 
courageous? How does one learn to become that person that knows when to hold back and 
when it is appropriate to be assertive? How does one learn that to become a teacher is choosing 
a profession that is endlessly gratifying but always incomplete? 
 
Lucy illustrated Shoffner's (2009) argument that 'the personal plays an important, yet often 
overlooked, role in the development of today's teachers and reflection is one method to support 
such development' (p. 783). What is evident is Lucy needed support in managing the emotional 
work; not because she was ineffective but because of the cognitive and emotional demands of 
being in a Prep classroom - 25 5-year-olds experiencing their first year of formal schooling. 
 
I am more acutely aware of my practice in the classroom ... I realise now that I have the 
resources within myself to regulate the changes that will make my practice easier and more 
purposeful for the children . ... I now view teaching and my practice as a process whereby 
working together with a trusted colleague and friend I learn to become a regulator of my 
practice and I am able to more easily identify my weaknesses and strengths .... 
 
Lucy's challenges the suitability of the lone teacher, Jone professional and the importance of 
providing collective and meaningful support as part of teachers' development. 
 
I feel relieved that I have someone to share my thoughts and feeling without fear of failure. I 
am gentler with myself. Remaining passionate about teaching is my goal now, not perfection. 
 
The expectations of self as teacher cannot be overlook. If one seeks perfection they look for 
perfection. If one can be kinder to one's self then this takes the negative edge off the emotional 
work. 
 
CASE STUDY TWO: INSECURITIES VERSUS. CONFIDENCE  
(SALLY) 
 
What if she thinks I can't teach? 
What if my children don't behave? 
What if I can't explain what I am doing in the class? 
 
Theme One: Measuring up to Self and Others 
 
According to Jenkins and Conley (2007) teachers' 'emotional displays vary according to their 
own motivations and the context of the workplace' (p. 979). Sally's motivation is to demonstrate 
that she is a teacher of repute. Her motivation for this acknowledgement is informed by her 
professional assessment of Lucy. 
 
The colleague I chose to work with for this study is an amazing teacher. She can articulate and 
talk about her teaching practice with confidence and ease and I greatly admire her. She is also 
the person I most often feel compared to ... 
 
Adding to the emotion work is the self- judgement implicit in Sally's self-expectation. Schutz 
et al. (2006) found that, 'teachers have goals that include being the ideal teacher: a mental 
representation of who they want to be professionally and experiences they want to have in the 
future. They may also be cognizant of their present state and the 'distance' between where they 
currently are and where they want to be' (pp. 350-351). 
 
Seeing one of my colleagues who has been teaching the same amount of time as me explain her 
practice with such confidence and sincerity to management and other staff members, caused 
feelings of inadequacy and insignificance. Being insecure has always been an issue for me, I 
often feel compared to my co-workers and I feel that I cannot teach as well as them as others 
can. I attend meetings and just listen never willingly contributing to discussions for fear of 
coming across as naive or unintelligent. 
 
 
The vignette above signals a warning regarding the dangers of teacher comparisons limiting 
teachers' capability and forecasts the risk associated with performativity and high-stakes 
comparisons being promoted. Sally, like Lucy thought highly of the other, which led them to 
think less of themselves. However, this is not a simple comparison to another, as Tschannen-
Moran and Woolfolk Hoy (2007) indicated, these self-judgements involve 'the standards 
teachers hold for what constitutes good teaching ... also influence[s] their sense of self efficacy' 
(p. 946). 
 
I love being able to teach by myself in my classroom and enjoy spending time with the students 
in my grade. The downfall in my professional practice is that my love and enjoyment in teaching 
is not seen by others outside of the classroom. I have insecurities in being able to articulate my 
practice to others and often feel that I may not be teaching up to standard only because I cannot 
recite the theorists and theory behind my classroom decisions. 
 
For Sally's there is an absence of perceived positive regard for her as a teacher by others and 
this has an impact on her efficacy (Hosotani & Imai-matsumra, 2011). Over a decade ago 
Hargreaves (1998) warned,' ... in an age when the work of teachers is being restructured all 
around them (often in ways that make it much more difficult), over personalizing and over 
moralizing about the emotional commitments of teachers without due regard for the contexts 
in which teachers work (many of which are making teachers' emotional commitments to 
students harder and harder to sustain) will only add to the intolerable guilt and burnout that 
many members of the teaching force already experience' (p. 836). Sally confirms that this 
warning still applies as 'Being confident in yourself and your beliefs as a teacher is often hard 
to do'. The emotion work of teaching is not limited to the classroom as Sally noted. 
 'The pressures of the job and pressures from management and other staff are often hard 
to deal with'. Sally, like Lucy, is conscious of her sense of vulnerability and insecurity. 
Emotional work of teaching involves 'both the effort needed to deal with job inherent emotions 
and/or organizationally desired emotions during interpersonal transactions' (Nii.ring et al., 
2011, p. 4). 
 
Theme Two: Teacher-Student Relationships 
 
'Miss S. I know' 
'Pick me' 
'I know the answer it is .. .' 
 
These are things you hear often in Prep. Most children get excited and want to explain what 
they know straight away. It was when I was watching the video of my own teaching that my 
heart broke as I realised how my own insecurities were affecting my teaching. I watched in 
dismay as during question time I only asked the same two children, X and Y, for answers. At 
the time it occurred in class, I had not realised the implications of this. 
 
The notion of heartbreak and dismay reflect the emotional work involved in aspects of the 
teacher-student relationships. Who does and does not get asked to respond to a question is 
something so significant in teacher-student relationship, as recognized by Sally. From a 
student's point of view, not being asked could easily be misunderstood as not being liked, and 
conversely being asked suggests the teacher likes you . 
 
. .. my own insecurities and fear of being picked out in class when I was at school or currently 
at a staff meeting, I was not allowing the other children in my grade to have a chance to answer 
and feel success. 
 Sutton et al. (2009) indicated teachers report they often down regulate their negative emotions, 
such as anger, in order to continue with the planned classroom activities and to establish or 
preserve positive relationships with students (p. 132). Sally expressed, 'felt that my teaching 
was not being efficient and that the children were losing control. I stopped the lesson early and 
moved on to something else'. This statement is an example of the cognitive emotional work of 
teaching being enacted. What is noted here is Sally's down regulating. Stopping the planned 
lesson but continuing the learning, involved adopting an alternative method and content to 
enable her to maintain positive relationship with the class. 
 
Theme Three: Emotion and Self-Awareness 
 
I discovered, my insecurities of what others think of my teaching, also affects my practice .... 
However, watching the film made me realise ... This was an eye opener that has led to further 
reflections and changes in practice. 
 
Self-elicited emotions can ' ... serve as a motivation toward self-improvement for teachers' 
(Hosotani & Imai-matsumra, 2011, p. 1046). However, as Sally notes, 'Reflection and 
discussion about your practice at times were not easy conversations to have as often the beliefs 
behind your teaching are very personal'. With reference to beliefs regarding teaching as 
personal, what becomes apparent here is why teaching 'is highly charged with feeling, aroused 
by and directed towards not just people but also values and ideals' (Nias, 1996, p. 293). The 
values and ideals in many cases revolve around the adopted display rules. For Sally, one display 
rule was that a good teacher is always in control of her class, and this influenced her view of 
self as a teacher when, 'During the maths lesson I was feeling stressed and nervous I felt I had 
lost control of the children in my class'. This fear of losing control is associated with high levels 
of stress and anxiety 'results in lower self-efficacy beliefs' (Tschannen-Moran & Woolfolk 
Hoy, 2007, p. 945) and for Sally, it occurred in the content area in which she already felt least 
confident. For Sally, the stress was not due to actual loss of control, but lack of confidence and 
insecurities. 
 
Watching the video back of that session I realised that it was not that the children were playing 
up, in fact they were engaged and participating enthusiastically. What had happened was that I 
felt stressed and felt insecure that people, particularly the aide in my room, were watching my 
teaching and judging me and I panicked. I realised at that point that my insecurity about my 
theory and teaching ability were causing issues in my classroom practice. 
 
The reference to the aide is important as the emotional labour required in this class is increased 
by their presence. Sally was left feeling vulnerable as she recognized the aide, not being 
educated about teaching and learning, could easily misjudge the teaching actions occurring. 
What was not mentioned in the narrative but captured on film was the aide moving around the 
class silently admonishing children in the background. 
 The emotional work of teaching is connected to being in an environment that can 
require split second decision making to ensure learning is not interrupted, or safety is 
maintained, as expressed by Sally, in that 'Every day we are faced with decisions that we must 
make quickly and often without much thought'. However, as Sally reflected this is further 
complicated. 
 
Often the decisions we make whether positive or negative often are based on previous personal 
experience and are not always the best practice that we have been taught or studied. Looking at 
the decisions I made in my every day teaching showed me that I often revert to my experience 
at school when dealing with the children. This is seen though my unwillingness to ask children 
to answer questions if their hands are not up as a result of my insecurities and fear of being 
asked in school. 
 
Sally exemplified what Shoffner (2009) expressed as 'reflection and the affective domain are 
closely entwined, as engagement with reflective practice requires ... teachers to identify and 
analyse complex issues that arise in classroom teaching' (p. 784). This is the part of the 
cognitive-emotion work of teaching that is often overlooked. 
 In addition, Sally recognized that what teachers 'do is subject to scrutiny and audit' 
(Jenkins & Conley, 2007, p. 979) and that this as one of the personal stressors of teaching. 
 
Looking at my stress when being watched by others is part of my insecurities, it is also 
something that will only change by me becoming aware and discussing my teaching with 
others. 
 
Although Sally recognized that she had some control over the effects that such scrutiny had on 
her, those who implement performative assessments need to recognize that 'the emotional and 
less definable elements of teaching have also increased' especially if the professional 
development of graduate teachers, similar to Sally, is to be fostered (Jenkins & Conley, 2007, 
p. 979). Sally is more likely to improve through self-reflection, working with a trusted 
colleague than put under the stress of administrative scrutiny. 
 
This process has been an excellent way to begin to develop my confidence. Being able to watch 
my teaching and given opportunities to talk about the theory behind my practice has been a 
wonderful opportunity .... The support of a trusted peer in this procedure is invaluable, it allows 
you to work towards improved practice, even when problems occur or you slip back you have 
the support person there to discuss and put things in place to continue working on your 
professional development. 
 
CONCLUSION 
 
Three key elements of the teachers' emotion work emerged in this work. First, the emotion 
related to collegial comparison by self and others. Manifestation of comparisons by self and 
others impacted Lucy and Sally's sense of vulnerability and insecurity as second year teachers. 
The impact of this needs appropriate consideration when mentoring graduates if their capability 
is to be fostered. Second, emotion related to student-teacher relationships expectations: the 
emotional work that arises through teacher student relationships illustrated the rollercoaster of 
emotions that are in continual need of regulation. Love of the children evokes the trepidation 
of responsibility, and guilt aroused by annoyance or anger highlights the complex emotional 
work of teaching. Third, the emotion related to becoming self-aware of one's own teaching. 
PIP allowed Lucy and Sally to work together to critically reflect on their practice and to 
navigate the emotion work, and find a balance. These three areas highlighted that emotions 
have a cognitive aspect and impact on self-esteem in teaching. 
 In addition, Lucy and Sally's professional judgements (of each other and self) provided 
insight into the display rules of a good teacher and good teaching. This study illustrated that 
developing graduate teachers' professional knowledge is also about knowing the impact of 
interpersonal relationships and emotions that are evoked, through intrapersonal struggles. The 
emotional-moral accountability that is stimulated when students express such things as, 'you 
are the best teacher ... I love you', helps to reinforce the display rules associated with being a 
Prep teacher. Again the combination of student feedback and the display rules heighten the 
teachers' moral sense of responsibility and colours their sense of role achievement and 
professionalism. The impact of this combination added to working in isolation suggests that 
prior to PIP they did not have a counter balance, such as receiving feedback about their 
strengths, with which to judge their proficiency. 
 Emotion and self-awareness in this study was illustrated through the teachers being 
conscious of the self through seeing themselves during the video replay sessions, but also 
knowing that another would see and judge them, which also led to self-consciousness. Both 
types of self-understanding turn out to be emotional events. Both teachers demonstrated on 
going internal processing and emotional engagement. Their internal cognitive and emotional 
struggle to meet expectations, of themselves and those around them, regarding what it means 
to be a good teacher by demonstrating that quality teaching was apparent. 
 The effects of the PIP were found to aid in growing self-awareness, and changes in 
practice. However, what was occurring was more than collegial support and coaching. PIP 
provided the framework for constructing the role of a critical friend that involved developing 
trust and collegial professionalism. PIP has a critical mentor - someone detached from the 
situation enables clarity - emotional perspective. The critical mentor aids in working through 
the teacher's response to their emotion work. Every teacher, individually or in groups, should 
be entitled to a critical friend and mentor, particularly 'as teachers may experience "depressive 
guilt" because of their high expectations of caring for and advancing the interests of their pupils' 
(Farouk, 2012, p. 2). Just as Lucy and Sally recognized the cognitive and emotional needs of 
their students and critically strove to ensure they were being met, teacher educators, mentors 
and leaders need to recognize teachers' cognitive and emotional needs and strive to ensure that 
they are also supported. Until there is further research on the impact of emotion work on teacher 
self-esteem, performativity reviews that measure teacher against each other should be avoided. 
Comparing rather than cooperating, for example, would have added to Lucy and Sally's 
emotion work and may have acted as a deterrent to their professional development. 
 What is being suggested here is the need for on going partnerships with schools and 
teacher educators. Teacher educators need to be working with and supporting the development 
of teachers in the field. It is no longer plausible that teacher educators work only with those 
aspiring to teach. Given the increasing classroom demands on teachers and standards by which 
teachers are judged, mentoring teachers' development is required. Teacher educators have a 
responsibility to the well-being of the profession, which goes beyond pre-service education. 
 The limitation of this work is that only two teachers' emotional work is presented and 
therefore the findings cannot be generalized. However, this study does show in depth the 
emotional work of the two Prep teachers, and therefore the degree to which the emotional work 
impacts their sense of self and being a teacher. The value of this research highlights further 
research that is needed to investigate the emotional toll on teachers when their ideal teaching 
image is not being achieved and its impact on inhibiting teaching capability. 
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